However, optimism and involvement have not been matched by systematic efforts to understand these initiatives in the context of evidence on the community's impact on students. This gap in knowledge can be attributed to the isolation of disciplines, the focus on specific projects rather than general components, and lack of interest stemming from beliefs that community effects are weak or unmeasurable. This paper provides a needed synthesis of findings from evaluations of community involvement projects, basic research, case stiulas, and other descriptive data.
In this paper the term "educationally disadvantaged"
is applied to students who face multiple impediments to success in school. Poor African
American and poor Hispanic students comprise the bulk of those considered to be "at-risk" of negative educational outcomes such as illiteracy and school dropout.
Natriello, Mc Dill, and Pallas (1990) estimate that in 1988, 25 million of the nation's 63.6 million children under age 18 were educationally disadvantaged when any one of five risk factors (race/ethnicity, poverty, family stiucture, language background, and mother's education) were used.
They project that the number of educationally disadvantaged children will increase substantially by the year 2020, when the number of impoverished children alone will be 16.5 million, a 33% increase over the 12.4 million children in poverty in 1987.
The review presents a conceptual framework followed by discussions of the role of mobilization in eliciting the involvement of community entities, the allocation of resources as a major involvement process, and instruction in academic subjects as it occurs in community settings. A final section considers directions for future research.
The Conceptual Framework
The framework integrates three separate lines of research. The first assesses community competence, which refers to the capacity of a community and the agents within it to solve problems and meet the demands of daily life (Barbarin, 1981) . Communities that function well are in some respects the counterparts of effective schools. Competent communities are characterized by such features as responsiveness to the diverse needs of members, maximized use of resources, cohesiveness and a collective sense of well-being, physical security, and opportunities for individuals to achieve status and receive recognition for accomplishments. These and other characteristics can be defined as one of three components of community, namely:
(1) community structure, which embraces physical features, social area characteristics, and other aspects of the community's resources;
(2) community culture or climate, which is defined by values, standards, and rules; and students (S. R. Murray & C. A. Murray, 1979; S. R. Murray et al., 1980; Nettles, 1989) .
Business leaders, advocates, and others who seek to upgrade the prospects for disadvantaged students often use the invesMient metaphor to convey the idea that youths make deliberate, reasoned decisions to engage in activities that will bring the greatest return for the effort: If the return is viewed as negligible, or if opportunities to invest in legitimate pursuits are minimal, youths are likely to invest in activities that are harmful, illegal, or otherwise constraining.
According to this metaphor, the involvement of community actors can channel student efforts toward legitimate aims, provide support for sustained efforts, remove impediments that block investments, and provide feedback on progress. Figure 1 shows the present framework. The community is an environment characterized by three measurable features: structure, culture or climate, and the involvement process. Community structure refers to the nature and organization of the social units and physical features within the community's boundaries. Community climate consists of the values, norms, and rules that serve to maintain community order and control, to promote extensive social interaction among community members, and to facilitate individual community members' growth and progress. Community involvement is defined as the actions that individuals and groups undertake either directly to foster student development or indirectly to improve or reform institutions that serve youth.
Insert Figure 1 About Here This conception of community differs from others by focusing on student characteristics and outcomes, rather than the organization and maintenance of the community itself. The framework encompasses the two most common meanings of community. One refers to community as a locality, such as the neighborhood, the city, the block, or the catchment area of a school. The other meaning views community as the social interactions that occur in formal and informal settings within and across locales (see Heller, 1990 and Oliver, 1969 for discussions of these meanings and their implications).
The remainder of this section dicusses the three defining characteristics of communities and the practical and theoretical relation among them, and identifies some of the ways in which these characterislics affect student factors. conditions. Community practitioners who attempt to intervene in a setting routinely obtain a history of local support for education, conflicts among the varied constituencies, and other issues (see Nowakowski and associates, 1985 , for a set of indicators for the historical analysis of communities in educational evaluations of school/community relations).
Although case studies (e. g., Fainstein & Fainstein, 1974 and Lalloue & Smith, 1973 ) document patterns over time in community involvement regarding such issues as school governance, welfare, and civil rights, research that assesses the effects of community structural factors on student progress has focused mostly on sucial area characteristics and the community's physical The research on neietborhood effects reveals that neighborhoods make a difference but not in the straightforward ways that popular assumptions imply (Mayer & Jencks, 1989 areas. This effect remained after background factors were controlled, but other forms of delinquency in females were not related to neighborhood disorganization. In disorganized neighborhoods, females and males alike reported that they were negatively influenced by peers and less attached and committed to school.
Area affluence had no effect on female delinquency, but males who lived in affluent neighborhoods reported more criminal behavior than males who lived in areas of low socioeconomic status. In short, the effects of community characteristics on individuals were not large.
Physical settings. The adequacy and arrangement uf buildings and streets in the community, the layout and decoration of interior spaces, crowding, noise levels, and other aspects of the physical environment can affect student development (Astin, 1968; Moos, 1979; Scott-Jones, 1984; Shade, 1986; Wohlwill & vanVliet, 1985) . Wohlwill and Heft (1977) , for example, found that young children who lived in noisier homes performed more pootly on a visual search task than children who lived in quieter homes. When distracted with an auditor/ stimulus, however, the perfonnance of childrer from quiet homes was impaired to a greater extent than the performance of the other children. These relationships were obtained when the effects of income and child's age were panialled out. Saegert (1980 , cited in Aiello, Thompson, & Baum, 1985 examined the effects of residential crowding on low-income elementary school children in New York City. The children lived in public housing. All but 2% of the sample of 312 children were minority (nearly a quarter was Hispanic and the remainder, African American).
Analyses of teacher ratings and student interviews indicated that residential density had a substantial impact on the children. Children who lived in crowded apartments reported more frequently than their counterparts in less crowded households that other people distracted them while they were doing homework. Also, teachers rated children who lived in higher density apartments as being more hyperactive and anxious than their peers who lived in less dense conditions. Children who lived in dense high-rise buildings reported that they felt less guilty about engaging in vandalism and other antisocial activities than their counterparts in less dense low-rise buildings.
Crowding may also affect parental behaviors and home arrangements that, in turn, influence student development. Gove and Hughes (1983) interviewed one adult in each of 2,035 Cnicago households randomly selected from census tracts that varied by crowding and socioeconomic status. In crowded households, students had no place to study and nowhere to go for privacy. Parents in these households knew neither the parents of their children's friends nor their children's friends.
These parents also tended to punish their children and offer little support. These relationships were obtained with education, sex, ethnicity, marital status, and age statistically controlled.
Little research has explored implications of different physical arrangements for community interventions with disadvantaged students. One study suggests that the behaviors students exhibit in learning environments differ from setting to setting. Grannis (1983 , cited in Schoggen, 1989 used the Setting and Behavior Instrument to observe high school students who were participants in a program for disadvantaged youths interested in health-related careers. Over a two-year period the investigator observed the students in two types of settings: field sites for experiential learning (for example, a laboratory) and classrooms where students received instruction. In classroom settings, students participated in discussions more frequently than they did in their field sites. In the field sites, the students exhibited greater independence and initiative than they did in classrooms.
Community Culture
Although reliable instruments have been used to study the social culture or climate (norms, rules, values) of classrooms, college campuses, work settings, treatment programs, and families, the community (or neighborhood) culture has been explored largely through ethnographic studies (see for example, Lightfoot, 1978; Anderson, 1976) .
These studies, combined with pertinent conceptual frameworks, may be useful starting points for operationalizing culture clements and developing diagnostic and research tools. For example, Ogbu's (1985) cultural-ecological model of innercity childrearing and development specifies competencies that African Americans in the innercity expect children to acquire and the cultural factors that shape the type and content of such corapetencies.
One such competency is mutual exchange, which is based on the well-documented norm of reciprocity that exists in poor, urban neighborhoods (see Weis, 1985 for a discussion of how mutual exchange Foundation, 1989; Constable & Wahlberg, 1988) .
The role of parents and family has received considerable attention (Epstein, 1987; Epstein & Scott-Jones, 1989; Scott-Jones, 1984; Slaughter & Epps, 1987; Tangri & Moles, 1987) as have partnerships of schools and other entities, such as universities and businesses (see Bossone & Polishook, 1989; Oakes, 1987) . Malcolm (1984) in a national search identified 96 programs to increase the participation of minorities in science and mathematics education. Many of these programs involved consortial arrangements among various entities. Nettles (1989) conceptualized these varied forms of involvement as a set of four basic processes, three of which--mobilization, distribution of resources, and instruction--are considered in the following sections. The fourth is conversion ("turning a kid around") which refers to the process of bringing thc student from one belief or behavioral stance to another. The literature is sprinkled with anecdotes about students who suddenly began to achieve or who ceased to behave in destructive ways as the result of exposure to a powerful message or charismatic person. But systematic research on this phenomenon with disadvantaged students is ram.
Mobilizing for Change
Community organizers, parent outreach workers in schools, youth advocates, and others who work to increase citizen and organizational participation have accurrulated extensive practical knowledge on ways to set and keep involvement in motion. This know-how is mflected in three sources:
(1) in general guides for community action (Alinsky, 1971), (2) in handbooks that suggest highly specific actions to link schools and students with other entities in the community (see for examples, Asche, 1989; Bain & Herman, 1989; Merenda, 1986; Ottetbourg. 1986) , and (3) (Irvine, 1988) .
Guidelines for Mobilization
How-to guides, lists of practical suggestions, and survey findings can be good starting points in efforts to mobilize, but experienced practitioners know that these tools must be tailored to meet the requirements of specific situations. Action research (Lewin, 1948) The findings on which the guidelines were based were further translated into log forms composed of questions and checklists that were used by informant field researchers, to plan and record their own experiences in organizing to achieve specific goals.
For example, the third guideline was field-tested in a set of projects that included, among others, one to prevent the loss of volunteers in an after-school program and another to increase the number of The results of the field tests of all the guidelines were incorporated in a manual (Rothman, Erlich, & Teresa, 1976; 1981) that offers specific tactics that practitioners can apply in their own work. In Fisher's (1982) view, the resulting planning manual is "...a unique example of a beneficial step toward developing a science of community practice that is both systematic and relevant" (p. 417).
Allocating Resources
Once mobilization is ur lerway, community action can be directed toward other ends. One target is the elimination of the disadvantage that students suffer due to limited access to available resources or to inadequate levels of resources. Gittell, 1969; Fantini, Gittell, & Magat, 1970) .
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Studies of these efforts to increase community participation in decision making concluded that community involvement was insubstantial, even illusory or of a token nature (CraM, 1968; (iittell & Hollander, 1968; Tucker & Zeigler, 1980) , although there is evidence that low-income, minority and welfare interests achieved some recognition (Lalloue & Smith, 1973) . A study of 66 school systems enrolling 50,000 or more students, found universal community participation in the form of ad visory input but no community control (Omstein, 1983) .
Although the recent decentralization of Chicago's public schools (see Clinchy, 1989 for a description of the plan) has sparked a resurgence of interest in community control, the targets of involvement are increasingly numerous and diverse. For example, Louisiana oilman Patrick Taylor successfully campaigned for his state legislature to enact a law that provides for the state to pay tuition subsidies for any student who meets certain criteria (Lacey, 1990) . Involvement efforts also focus on (1) removing barriers to student use of new and existing resources, (2) changing the incentive structure, and (3) were Hispanic. The clinics pmviaed s variety of medical, counseling, educational, reproductive, and family planning services and were typically found in low-income areas. Program operators included community health clinics, nonprofit organizations, hospitals, medical schools, departments of public health, and school systems.
Studies of the effectiveness of school-based services have provided mixed findings. Some strong, early evidence of effectiveness came from the evaluation of the Self Center, a clinic located in Baltimore near a junior and a senior high school that had high proportions of African American, low-income students (Zabin, Hirsch, Sm: Street, & Hardy, 1986) . The Center was operate., mr three school years and was staffed with a social worker and a nurse practitioner or nurse-midwife.
In the school, the staff provided sexuality and contraceptive education and was available for counseling in the school health suite. The investigators collected longitudinal data in two sites where the clinics opened after the evaluation began. In the remaining sites, schools that did not have clinics but were comparable in other respects to sites in the study were used as comparisons. The study used a student survey, school archival data and interviews with clinic staff members to caect data on clinic services and Impact. The student samples ranged from 24% to 90% of the total school erollments.
Each clinic provided a wide array of services;
virtually all pmvided contraceptive counseling, first aid, referrals, examinations, lab tests, and nutrition education. Use of the clinics in a single year ranged from 60 to 80% of the student body in four of the six sites; in the remaining two about 25% of 8 the students used the clinics. The clinic with the highest utilization rate was the most established of the sites, had the largest staff, and contacted each student annually to make an appointment for a health exam.
Across sites, students who used the clinics did so infrequently: Half of the students visited three or fewer times in one year. Students reported that they had access to other services and continued to use them. Among the most frequent users (who had eight or more visits), high proportions were African American and female, and came from poor families (as measured by receipt of food stamps) with absent fathers.
The clinics had no impact on sthoolwide pregnancy and birth rates. At two of the sites, significantly greater proportions of students in clinic than nonclinic schools reported using contraceptives at last intercourse. Four of the sites r -tde contraceptives available to students by dispensing them or providing vouchers that students could use at another source. In these sites, students who elected to use the clinics for contraception were more likely to have used contraceptives at last intercourse than students who did not use the clinic for this service.
Alcohol consumption and cigarette smoking were measured in four sites. Students in three of them reported lower alcohol consumption and in one of four sites, lower cigarette smoking than students in non-clinic schools.
On the basis of the study findings and the judgments of a panel of expert practitioners, the investigators recommended that clinics undertake .gorous outreach, especially to sexually active students; dispense or prescribe contraceptives; increase the permanent staff; and engage the support of other community entities in the implementation of approaches to delay sexual activity.
The researchers cautioned that "promoting change in adolescent health and risk-taking behaviors is a difficult and complex task. Given the myriad influences on youth, it is unreasonable to expect the presence of a school-based clinic alone to have a significant impact upon these behaviors, although these clinics often are touted as the panacea for many ills" (p. 74).
Establishing networks. An alternative to the school-based location of services is a network of schools and service providers in the community.
Networks can be based on highly formal interagency agreements that stipulate the responsibilities of participating bureaucracies or on informal commitments to coordinate services, make I ) referrals, or to share information and other ITSOINCes.
The handbook entitled Linking Schools and
Conunwlity Services (Robinson & Mastry, 1989) describes ways to develop networks and other collaborative arrangements. It is based in part on an evaluation (Xopacsi, 1989 ) that tracked the formation of networks in two New Jersey middle schools, one rural and one urban. Although both schools had sizeable populations of low-income students, different outcomes for the two schools emerged in the pro= of establishing the network.
The rural school identified fewer student and family needs than the urban school and had a lower agency response rate (60% of identified resources provided services for the rural school as compared to 97% for the wban school).
The schools encountered different organizational problems in attempts to collaborate with other agencies: The urban school was impeded by funding constraints and poor parental involvement whereas the rural school faced barriers to access (such as inflexible times and location of services and lack of agency services to families at home).
The study documented eight mechanisms that linked resources in the network of both schools:
(1) project planning structures, (2) the resource ditectory, (3) education and prevention seminars and workshops, (4) identification of providers in the resource network, (5) on-site services for children and families, (6) health fair, (7) reinforcement of previous linkages, and (8) structures for continuing linkages.
Improving Access to Jobs. Disadvantaged students often face multiple impediments to success in the labor matte:. Braddock and associ; -s' analyses of data from a nationally representative sample of 4,078 employers indicated that African Americans face barriers such as limited access to social netwats that serve as job recruitment channels and low employer evaluations of credentials earned in minority settings (Braddock, Crain, McPartland, & Dawkins, 1986; Braddock & McPartland, 1987) .
Government and businesses have tried various strategies to improve minority students' access to jobs, and the roles of these two entities are documented extensively. Mann (1987a Mann ( , 1987b examined business/school partnerships in 23 large cities and in a stratified random sample of 85 U.S. public school districts. Data were collected through telephone interviews 9 with superintendents and other officials and through review of documents. Mann found that formal partnerships were concentrated in big cities and were useful in connecting urban schools and their predominantly low-income and minority populations to the business community, but competed with other interests (such as local youth organizations) for funds. Walker (1984) problem are a variety of issues relating to different age groups, school status, and so on" (p. 74).
One of the most promising models for low-income youths still in school is the High School Academy.
The Academy is a small school within a school, which combines academic instruction and support, enrichment activities, career development, social services, and employment. Typically the Academy is a collaborative venture between the public schools, a community-based agency or coalition, and local businesses. Evaluations of Academies in Portland, Philadelphia, and California have found that Academy students have lower dropout rates, higher rates of employment after graduation, and higher school achievement and attendance than students in comparison groups (Academy for Educational Development, 1989) .
Enrichment Activities and Opportunities to Serve Others. Communities have long provided outlets for students to invest their resources of time and energy in constructive pursuits and thereby discover their interests and talents, interact with and learn from peers and supportive adults, and acquire or reinforce skills.
The research on participation in voluntary community activities and extracurricular activities at school by disadvantaged students provides limited evidence of positive academic and other outcomes. Trent and McPartland (1982) found that African American high school students' participation in extracurricular activities was related to sense of well-being; Winfield's (1988) study of literacy among African American young adults indicated that participation in civic and pciitical groups predicted high literacy proficiency. Reviews of the effects of extracurricular activities on students (see Holland & Andre, 1987; and Steinberg, Brown, Cider, Kaczmarek & Lazzaro, 1988) If students participate in the activities that community programs sponsor, they are likely to benefit. S. R. Murray and associates (1982) found that the level of participation in the activities of PUSH-EXCEL WU positively related to certainty of graduating from high school, increased sense of personal control, heightened academic self-concept, and increased efforts to achieve future goals.
Illustrative activities in the schools included student pledges, the parent-student concern organization, "Perfect Paper" auctions, and field trips.
Among the options most widely cited for linking youth to communities is volunteer service, as Newmann and Rutter's (1986) 1984 survey of 204 public and private high schools revealed. These investigators found that 27% of the schools had a community service program, and they estimated that some 900,000 students, or 7% of the total 1 0 U.S. secondary enrollment in 1985, participated in the programs.
Thirty-nine percent of schools with substantial (50% or more) minority populationz offered one or more community service programs, compared to 24% of schools with 49% or fewer minority students enrolled. Moreover, the schools with substantial minority enrollments were three times more likely to offer community service as an elcdive or to award academic credit. Conrad and Hedin (1989) reviewed models for school-based community service as well as studies of program effects. The e, idence consistently indicated that students who participated in varied programs showed gains in self-esteem, moral and ego development, and social and personal responsibility. Also, the students reported more positive attitudes toward the people they had served.
Changing the Incentive Structure
It is often assumed that the incentive structure for impoverished youth should be altered and that community actors can play a major role in creating and providing incentives, thereby encouraging students to invest in constructive pursuits. Two of the most widely cited examples of community involvement have attempted to provide incentives that will encourage disadvantaged students to graduate from high school and then either attend college or enter the workforce.
The first of these is "The Boston Compact," which was initiated in 1982 with a formal agreement wherein businesses, labor unions and the Boston city government would provide priority hiring of graduates of the public high schools. In return the school system would promote efforts to reduce dropout rates, increase attendance, and assure that graduates were competent in basic skills.
The Compact has served as a model for formal partnerships in other cities. It has expanded to include colleges and universities, an educational foundation which provides incentives such as grants to teachers and scholarship assistance to students, and an agreement from unions for an increased number of apprenticeships (Spring, 1989) . However, Natriello and associates (1988) considered the program flawed in that the incentives were most appealing to the "best" students, that is, the students who were most likely to graduate Both of these programs guaranteed valuable longterm incentives for staying in school. In Boston, the incentives were not of sufficient power to reduce the school dropout rates (Hargroves, 1986);  however, data on the original class of Dreamers from P.S. 121 indicate that 90% of the students have either obtained or were expecting to obtain high school or general equivalency diplomas. The expected rate was 75% ("I Have a Dream" Foundation, 1989 ).
Programs continually face the challenge of motivating youth to invest in the day-to-day tasks of being a student and becoming responsible, contributing members of the community. The literature contains many examples of the types of incentives that have been tried in this regard. Money is one. Bogart (1990) cited a practice at Denver's Children's Hospital, where teenaged girls who have had one pregnancy receive (over a twoyear period) one dollar for every day that they are not pregnant.
Other material incentives arc used frequently. One coordinator in the "I Have A Dream" program described a system whereby students could receive prizes (such as T shims, calculators, and gift certificates) for points earned for progress in school (Lockwood, 1990) . The chance to participate in a valued or prestigious activity can also be an incentive.
Providing Social Support
Informal helpers play important roles in many communities.
In poor neighbJrhoods, interpersonal resources may serve as substitutes for or extensions of institutional services and supports (McAdoo 1980; Stack, 1974 At eight months postpartum, a higher pmportion of mothers in the visited group remained in school than their counterparts in the comparison group.
Also, the babies of visited mothers had higher birth weights. These and other generally positive results have been found in other evaluations of community-based early intervention (see Halpern, 1990 , for a review).
Peer Counseling. Peer counseling builds on the trust and influence that often characterize helping relationships among child and adolescent peers. RAISE has seven sponsors--two churches, a college and a university, two businesses, and a fraternity.
Each of the sponsors pledged to work with one group of students from June 1988, when the students were in elementary school, until June 1995, when the students should graduate from high school. The sponsors are to provide tutoring and other activities to boost academic performance. Also, the sponsors are to identify adults who will volunteer to serve as mentors, match mentors with RAISE students, and provide a structure for developing and maintaining the matches. The mentor's role is to help the student with academic subjects, to serve as a role model for personal success and responsibility, and to provide attention and concern (Nettles & McPartland, 1989 Each of the institutional sponsors of Project RAISE, for example, selected a program coordinator (PC) who is responsible for approximately 60 students. The PC is based in the school that the majority of the students attend, or in an office close to the school. On a typical day, the PC greets students at the school door, then checks each student's attendance and follows up with calls to the home or other meas,..res when the student is absent. During the day, the PC may attend a meeting of a school team if the needs of a RAISE student are on the agenda, or arrange for services for a number of students. After school, the PC and volunteers conduct tutoring or other activities.
Program coordinators play similar roles in the "I Have A Dream" programs.
As in mentoring, program coordination may work best when the role is structured around a series of well-defined tasks that will lead to specific actions that the student will perform or that will help the student achieve other ends. The Cities in Schools evaluation found that casework in the program was most successful when caseworkers:
were charged with this kind of specific, goaloriented task. Rather than a diffuse charge to deteimine the student's needs and respond to them, the Caseworker had a concrete mandate. In such cases, the Caseworker had something to do, on which it was reasonable to get some closure.
The specificity of the task facilitated the student's response. To do the things necessary to improve a grade-point average, the student had to make a global change in his stance for another setting, and recognizes low achievement as reflective of cognitive underdevelopment and establishes programs to develop children in a way that they can be successful in school could eliminate the struggle for power and limit or reverse the downhill social and academic performance of many students who have had pre-school experiences that did not adequately prepare them for school. A school which recognizes that it must develop a program which enables staff and other people important to youngsters to interact with them more intimately over a longer period of time in order to help them learn to cope with the complexities of the modem world could do the same for all students (Comer, 1980, p. 38-39) .
The Negative Effects of Support. This model and other programs to provide social support to disadvantaged students have received widespread attention as models that show the benefits of natural 1 3 and planned support. However, optimism needs to be tempered by the recognition that research has identified some negative outcomes of social support models (Shumaker & Brownell, 1984) . The men in the treatment group rated the program very positively, but the analyses indicated that the program had no impact on delinquency. Moreover, the participants in the treatmet: group, compared to controls, tended to 1) show moi . signs of mental illness, 2) have had at least one stress-related disease, 3) be in low prestige occupations, 4) h..ow signs of alcoholism, and 5) commit a second crime. There were no statistically significant differences between the treatment and control groups on 49 other comparisons. Subsequent analyses (McCord, 1981\ indicated that participants who had particularly long, early, or frequent contact with the counselors showed the strongest adverse impact. After testing several interpretations of the effects (for example, that the program increased dependency) the investigator concluded that the program "seems to have raised the expectations of its clients without also providing the means for increasing satisfactions. The resulting disillusionment seems to have contributed to the probability of having an undesirable outcome" (p. 405).
Instructional Programs in Community Settings
Studies of language socialization and the parental role as teacher indicate that social interactions in the home and the wider community are important contexts in which children learn emergent literacy skills, self-regulation of cognitive and other tasks, and other skills and behaviors needed for performance in schools and in daily communication (Gundlach, Farr, & Cook-Gumperz, 1989; Heath, 1989; Scott-Jones, 1984 ).
Churches play a major instructional role through their programs of religious and moral education, and voluntary associations offer unique opportunities for learning. Other organized community efforts to foster academic performance provide :additional resources and support for learning and stimulating students' desire to achieve in school and in other settings.
The Majestic Eagles, Inc., a membership organiLation, provides services to minority business and aspiring entrepreneurs. With six of his friends, John Raye founded the organization in 1983. The Majestic Eagles is based in Washington, DC, but it has chapters in the Midwest and along the Eastern Seaboard. The organization sponsors youth Training Clubs that provide opportunities for students to learn financial planning and entrepreneurial skills (Green & Pryde, 1990 ).
In Baltimore, the Society of Executive Retired , 1981) found that the program effectively increased student attendance and sense of personal control, but produced negligible gains in grades and test scores. After one year of operation, Project RAISE decreased absences and retentions among RAISE students, with especially dramatic reductions occurring among some groups of participants (Nettles & McPartland, 1989 The students receive training in tutoring and are then assigned to tutor students in elementary school. 'rile students are paid for their work and also participate in field trips and other activities to develop support for the students through strong connections between the home, the school and the community.
Results horn the assessment of the first year indicated that tutors had better reading grades than students in the comparison groups, although there were no significant differences in English and mathematics achievement. The comparison group received higher scores on the Texas Educational Assessment of Minimum Skills (TEAMS), but the program students showed higher self-concept and more positive attitudes toward school on the Quality of School Life (QSL) scale (Supik, 1989) . Turkel and Abramsen (1986) found a similar pattern of results in their evaluation of a semesterlong program in which college students served in the combined roles of mentor and tutor for potential dropoas who were ninth graders in New York City. The number of meetings between mentors and mentees ranged from four to ten with an average of 6.5. The meetings were 60 to 70 minutes long and took place during or after school and at the university on Saturlays. During the meetings, mentors provided academic tutoring but the mentors reported that discussions of social, personal, and school concerns were the focus of 60% of the meetings.
Compared to a group of potential dropouts, the mentees had more positive attitudes toward school (as measured by the QSL scale), but there were no significant differences between the groups in attendance, reading scores, and grades.
Conclusions
This review examined literature on the community's framework identified three broad classes of factors role in the achievement and psychosocial outcomes as pertinent, namely: community structure, of disadvantaged students. The organizing community climate, and community involvement.
Although economic, demographic, and other structural characteristics are assumed to affect student outcomes, only weak effects are found for social area characteristics at the individual level.
Factors related tc the physical environment, specifically noise and household density, produced adverse impacts on student behaviors.
Overall, the findings suggested that the effects ot community structure are mediated by the nomts, mles, and values that govern social relationships in the community. These factors, defined in the model as community culture, have not been explored through the application of reliable measures in varied settings.
Community involvement is the mbric applied to actions that citizens and institutions undertake either directly to foster student development or indirectly to affect institutions in service to youth. Four processes were defined. Many "how-to" guides address the first process, mobilization, but research that tests relevant practices is rare. Allocation of resources, the second process, includes a variety of citizens' actions to alter structural characteristics of the community, particularly the educational resource base. The third process refers to the community's role in affecting academic outcomes. The fourth process--conversion, or "turning" the student around via a powerful message--is the least explored of the processes.
The dominant view of involvement that emerges from the literature on the allocation of resources and the community role in affecting academic outcomes is one of structured, discrete, and time-limited sets of activities funded by private interests. The projects fall under many rubrics, including prevention (e.g., dropout prevention and adolescent Pregnancy Prevention), methods of service delivery (e.g., school-based clinics), and strategies for solving specific problems. However, behind the labels or practical theories of the nature of the problems facing disadvantaged youth are an amalgam of generic components whose content and structure varies from project to project. Thus projects include some form of social support from adult.; or peers who volunteer or are part a the paid staff; mechanisms for providing instruction to 1 6 enhance or extend what students are learning in schools; methods for linking students to various community institutions, including the social welfare services of local government; structures for citizen input in the planning or implementation of the project; and activities to engage students in pursuits that are constructive, legal, enriching, and sometimes fun.
Research is needed to help program developers address two tough challenges: idenefy effective practices from among the scores that now exist, and foster student participation in program activities.
Studies to increase participation levels, for example, might focus on structuring incentives that are appropriate in terms of the students' In the best of circumstances, research takes a back seat to practi.e. Students' needs for support and service are great and the resources to meet them scarce. Investigators can contribute to improved practice by distilling what is alteady known about social support, community organization, and other components of social interventions; using opportunities within existing programs for the implementation of ambitious action research designs; and contributing to the outcomes of involvement through periodic participation as observers and participants in prcgrams and in the wider community.
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Shares results of research on the educational experiences of black females from kindergarten through high school, recognizing the unique barriers these students face. Notes characteristics of successful strategies to better their educational life. Includes a directory of programs targeted specifically toward assisting black females. Describes cooperative learning strategies and the research on which they are based. Explains the advantages of using cooperative learning with limited English proficiency students.
Outlines the components of effective implementation of cooperative learning. Clark, R. M. (1988) . Critical factors in why disadvantaged students succeed or fail in school.
New York: Academy for Educational Development.
Recognizes that there are some students who, despite coming from backgrounds that would be considered "disadvantaged," are able to overcome their backgrounds and achieve success in school and the work world. Pinpoints the critical factors that determine this mobility.
The Consortium for Research on Black Adolescence. k1990). Black adolescence: Current issues and annotated bibliography. Boston, MA: Author.
Covers various issues as they relate to black adolescents including: psychosocial development, mental health, drug abuse, suicide, schooling, employment, and family relationships. Explains the growing interest in black adolescents due to the increase in this population and the social and economic costs of the problems experienced by black adolescents and their families.
Includes summaries, annotated references, and other references for each separate issue.
Cummins, J. (1986). Empowering minority students: A framework for intervention. Harvard
Educational Review, 56, 18-36.
Analyzes why past attempts at educational reform, such as compensatory and bilingual education have been largely unsuccessful. Encourages personal redefinitions in the way teachers re-A volume dedicated to providing an overview of contemporary black adolescents and the racial, economic, and environmental forces that shape this critical period in their lives. The importance of this volume is made apparent by the 1980 Census data showing that more blacks are unemployed, in the juvenile justice system, involved with drugs, having babies out-of wedlock, and committing suicide than was the case 25 years earlier. Concentration is primarily on urban adolescents; however, chapters dealing with blacks in predominantly white suburbs and rural areas are included as well. Malcolm, S. (1984) . Equity and excellence: Compatible goals. An assessment of programs that facilitate increased access and achievement of fernales and minorities in K-12 mathematics and science education. Washington, DC: American Association for the Advancement of Science.
Acknowledges the shortage of American Indians, Blacks, Mexican Americans, Puerto Ricans, the disabled, and/or women in the fields of science and engineering. Describes pre-college programs designed to reverse this trend. Lists the needs and success rates for each group. Suggests actions that the federal and local governments, schools, businesses, and program directors should take.
National Urban Coalition. (1988) . Say yes to a youngster's future by increasing access to science, mathematics and technology. Washington, DC: Author. Profiles schools that are doing an exceptional job in educating students who are disadvantaged. Discusses the role that principals, teachers, parents, and government officials can play in ensuring a quality education for all children. Wilbur, J. (1989) . Three keys to a structured mentoring system. Mentoring International, 3(3), 32-36.
Four structured mentoring mode:s for use with at-risk students are described and the common threads (structure, measurability, proven results) are identified. Problems common to mentor-
ing programs, such as recruitment, training, and retention of mentors are also covered in this paper.
B. Community Action Bain, G., & Herman, J. L. (1989) . Improving opportunities for underachieving minority students: A planning guide for community action. Los Angeles, CA: Center for Research on Evaluation, Standards, and Student Testing.
Offers guidelines for developing a coalition to improve the educational experience of at-risk minority students. Expresses the belief that the entire community must be involved in bringing about positive changes to the school. Includes a sample timeline and planning worksheets that can be used for evaluating strategies and recording progress. Burghart, S. (1983) . Organizing for community action. Beverly Hills, CA: Sage Publications, Inc.
A comprehensive guide that familiarizes the reader with techriques of grass-roots organizing. Designed for human services workers new to organizing and pecple who are turning to organizing who wish to be more effective. This book presents suategikss differing from those of the 1960s. Emphasizes the importance of style and the ways in which a group is organized.
Citizens Planning and Housing Association. (1989) . Take this school and love ie. Parent, Student and Citizen Self-Help Manual. Baltimore, MD: Author.
A manual providing useful information to parents, students, and citizens. Lists important phone numbers and dates, in addition to informing parents, students, and other community members of their rights and how they can get involved in schools. Blank lines are provided throughout the manual so that one can keep track of :ndividual students' schedules, teachers, and tests.
Cuyahoga Community College. (1987) . Educating black children: The Cleveland agenda.
Cleveland: Joint Center for Applied Research and Urban Education.
On June 5-6, 1987 a conference was held at Cuyahoga Community College to discuss issues relating to the educational crisis among black children and to develop strategies to combat their feeling of hopelessness. This conference was the first one of its kind initiated by a local community. This document contains proceedings from the meeting.
Litwak, E., Meyer, H. & Mickelson, C. (1974) . School, family, and neighborhood. New York:
Columbia University Press.
This book will be of interest to both the social scientist and the social practitioner, as it takes both a theoretical and pragmatic approach to the subject of school-community relations.
Describes various linking mechanism, a school can use to reach the community.
Hastings, W.M. (1979) . How to think about social problems: A primer for citizens. New York: Oxford University Press.
Introduces basic techniques for the study of social problems. Draws from the fields of sociology, psychology, economics, and related disciplines. Obstacles to clear thinking, sucli as misleading statistics and biases in the news, are also given attention.
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Rothman, J., Erlich, J., & Teresa, J. (1981) . Changing organizations and community programs. Beverly Hills, CA: Sage.
Outlines strategies for influencing social services and solving community welfare problems. Assumes that change takes place gradually in a series of incremental steps. Considers how one can promote new programs, change the goals of an organization, increase participation in groups or organizations, and increase effectiveness in role performance.
C. School and Community Partnerships
Coming of age in New Jersey: Today's adolescents face new and complex problems. Brings attention to the "forgotten half', young people aged 16-24 who do not go to college and, therefore, fmd great difficulty establishing themselves in an increasingly complex, technological society. Expresses the belief that all young people, regardless of their background, want to succeed in life and have teems that, under the right circumstances, can be developed. Describes steps that parents and communities can take to help young people achieve.
Linking schools and community services: A practical guide. (1989) . New Brunswick,NJ:
Rutgers University Center for Community Education.
A comprehensive manual written for those who wish to improve student access to community social services. This guidebook describes how partnerships between schools and community services can be created and maintained. Analyzes what makes certain prevention programs effective, based on current research literature, for the benefit of program funders, board members, planners, administrators, as well as others interested in prevention programs. Addresses prevention programs in the areas of child abuse and neglect, school difficulties, teen pregnancy, and teen substance abuse. A list of key contact people and organizations involved in the field of prevention are included with their areas of specialty. Poinsett, A. (1988) . Young black males in jeopardy: Risk factors and intervention strategies.
New York: Carnegie Corporation of New York.
Maintains that homicide, suicide, and drug abuse are claiming a disproportionate number of adolescent black males. Shares the ideas presented at a meeting held at the Carnegie Corporation on February 11, 1988. Advocates broad family support policies, such as child A-6 care, education, and training programs which enable families to remain together and functiol.
effectively.
Drug Prevention
Arresting the demand for drugs. Police and school partnerships to prevent drug abuse. (1987).
Washington, DC: National Institute of Justice A report designed for police officers and other law enforcement officials, school personnel, and others interested in the prevention of substance abuse. Recognizes the nutd to not only halt the supply of drugs, but also the demand. Describes two of the most effective police and school partnerships, Project DARE and Project SPECDA, which seek to reach children in their last year of elementary school so they will have the ability to avoid the peer pressure of junior high. Encourages the use of these programs as models for replication for the entire country. A resource guide that presents a comprehensive approach to the prevention of drug and alcohol abuse. Starts with a section of questions and answers about the subject and defines basic terms. Provides details of curricula, programs for parents and other community members, and prevention policies. Concludes with model risk reduction programs and prevention ideas.
Dropout Prevention
Children 's Defense Fund. (1987) . Opportunities for prevention: Building after-school and summer programs for young adolescents. Washington, DC: Author.
This report, geared to those interested in the design of effective community programs for 10 to 15-year olds, elaborates on how such programs can meet the various needs of this age group in the after-school, vacation, and summer hours. Factors that limit participation in these programs are also discussed.
Commonwealth futures A commonwealth youth investment strategy. Boston, MA:
Addresses the problem of high-school dropouts. Argues the case for using Massachusetts as a test site for implementing a state-wide dropout prevention and re-entry plan. Describes the goals of Commonwealth Futures, a long-term project designed to remedy the problem in the Commonwealth state.
Natriello, G., Pallas, A., McDill, E., McPartland, J., & Royster, D. (1988) . An examination of the assumptions and evidence for alternative dropout prevention programs in high school. (Report No. 365) . Baftimore, MD: Johns Hopkins University Center for Social Organization of Schools.
A-7
Develops a typology of high school dropout prevention programs which includes success in school, positive relationships in school, relevance of schoolwork, and outside influences.
Suggests possible approaches to prevention for each category. Reviews existing programs and their effectiveness in each category. Owens, T. & Griswald, M. (1988) . bmdership dropout prevention project. Portland, OR:
Northwest Regional Education Laboratory.
Provides an analysis of the Leadership Dropout Prevention Project which sought to bring about an organizational change that would prevent students from dropping out of school, allow them to fulfill their leadership potential, and provide support such as transportation. As a result of the program, at-risk students were offered teacher assistant and hall monitor positions which were previously only given to students doing well in school. Also, community volunteers such as lawyers, former school dropouts, employment coordinators, and Navy ROTC recruiting officers were brought in to talk to the students. Reports on the status of attempts to make community service an integral part of the edzication of high school students. Summarizes research on the impact of service. Suggests issues confronting policymakers and educational researchers. Concludes with a listing of pubtications and manuals on the organization of service programs. Lmgton, S. and Miller, F.T. (1988) . Youth Community Service: A new era for America's ethos of community service. Equity and C hoice, 4, 25-34.
Follows the history of our nation's attitudes toward youth community service from the William James essay "The Moral Equiva!_nt of War" to present-day legislative proposals calling for national youth service. Presents research indicating community service as a way of increasing self-esteem, social responsibility, and educational attainment. Suggests further research to determine the causal relationship between self-esteem and commur.ity service and what program elements must be present to effect the highest and most lasting levels of these positive attributes.
Mid-continent Regional Educational Laboratory. What's noteworthy on rural schools and community development. Kansas City, MO: Author.
Recognizes the unique strengths of rural schools and their strong ties to the community. Proposes methods of connecting rural schools with economic development. Emphasizes the need to make schoolwork relevant to the students. Shows examples of efforts, on behalf of the rural schools, to foster entrepreneurship.
The Friendly Place, Harlem, NY A homey library/bookstore that encourages people of all ages to read. Providing a haven for young people, the Friendly Place sponsors after-school clubs featuring creative writing, arts, crafts, and comic books. In addition to providing a chance for the kids to be with their friends, it also lets them use their literary skills. Junior and high school age students comprise the Rap Club, a group which meets to talk about issues of importance to teenagers. These students are
shown by the leader of the group that there are books that discuss these topics. See: Davidson, J. & Koppenhaver, D. (1988) . Adolescent literacy: What works and why. New
York: Garland. 1 
Helpers Promoting Literacy Program
Encourages early adolescents to read aloud to young children and have both groups evaluate the books that were read. Provides teens with the opportunity to assume adult roles and try out new skills, in a way which connects classroom learning with "real world" experiences. Highline Indian Tutoring Program, Seattle, WA Works with Native American students who are at high risk of failure in school. Students in grades 4-6 are accepted into the after-school program when it is shown that they score at least four months below grade level on th:, California Achievement Test. After receiving training in teaching methods and learning about the Indian culture, local high school and college students run the after-school tutoring program that emphasizes building self-esteem, along with improving their academic skills. What sets this program apart from the others is that differences in individual learning styles are recognized and the teaching is adapted accordingly. Whereas avoiding eye contact with the teacher is normally considered to be negative behavior, the program recognizes that many of the children have been taught by their culture that this is the proper way to respond to adults. See: Davidson, J. & Koppenhaver. (1988 The United Planning Organization, in conjunction with the Department of Human Services, has developed a packet for teens and parents to help young people with decision-making and planning for the future. Issues such as drugs, sex, pregnancy, and self-esteem are addressed in the "Bridging the Gap Magazine" which accompanies a film by the same name. Also included are "Sam's Story" --a pamphlet about a young man who contracts gonorrhea --a cassette tape of "Sam's Story," nutrition booklets specifically for boys or girls, Eatinglarikalth, a pocket resume card that makes biographical information readily available, and a teen yellow pages directory of resources for DC teens. In addition, there is a structured guidebook for workshop leaders who use this packet. The "Bridging the Gap" film can be obtained fmm local libraries. The desire to provide inner city elementary school students, the majority of whom are being raised in single-parent female headed households, with positive black male role models provided the impetus for Project 2000. Sponsored by Concerned Black Men, Inc., this program draws its members from CBM and the Howard University Undergraduate Assembly. The men regularly visit Stanton Elementary School in Southeast Washington to assist teachers with discipline, read stories to the children, help with homework, and go with them on field trips. In addition, they describe their occupations to the children and inform them of the education Project OASES, Philadelphia, PA A unique program designed for middle school students who have not responded well to the traditional school setting. Offers "hands-on" experience in the beding trades. The goals are three-fold including: improving attendance, improving academic achievement, and developing a positive attitude. OASES students follow a modified schedule including: math, reading, language arts, physical education, and OASES lab in which students participate in projects that benefit the whole neighborhood, such as constructing nature trails, building handicapped access ramps and play areas for blind children. Contact: Occupational, Vocational, and Project Spirit
Meets the needs of latch-key children and those in need of academic help in Oakland, Atlanta, and Indianapolis at fifteen black churches. Retired or active public school teachers and other professionals are recruited and trained to supervise children on their homework for three hours after every school day, build their morale, and instruct them in practical living skills. Parents are invited to attend a six-hour a week program adapted for black parents. In addition, there is an extensive pastoral counseling program that enables the clergy to deal better with family problems, such as communication between parents and children and pregnancy. The result of a partnership between Merrill Lynch and the National Urban League, this program began in 1989 and will continue for up to sixteen years. Two hundred and fifty fust graders from inner-city schools throughout the country were selected to participate in the prograrn. The selection process was designed to achieve ethnic and racial diversity, Fender balance and a socioeconomic mix representative of the inner city population. Merrill Lynch will make an annual contribution of $2,000 per student to be invested in the Scholarship Builder Fund to pay for college or other advanced training. The National Urban League, in turn, provides all of the technical support and ensures periodic national press coverage. 1800 applicants for AFDC who are under 20 years of age find education and work-related activities through the TEEN Pmgress program which seeks to reduce the likelihood of long-term welfare dependency in Camden and Newark by a number of interventions. Young mothers are taught parenting and life skills and are expected to be involved in activities that will make them more economically self-sufficient. The mothers have responded that they are glad the government cares enough about them to give them "something to do" instead of just giving them the money to survive. In turn, the program encourages the welfare system to provide the support that will enable these young mothers to fulfill their obligations. In Newark, a group called (MOM'S) was established to support the mothers of these new mothers. See New Jersey Department of Human Services, 222 South Warren Street Trenton, N.J. 08625.
The Young Scholars Program, The Ohio State University, Columbus, OH Promotes blacks and other minority students who are interested in and prepared to go to college. Students are given year-round educational enrichment and personal support until their graduation from high school. Once admitted to the program, the students are guaranteed ad mission to Ohio State University, in addition to the financial aid needed to finance their education. Young scholars begin the program once they have completed the sixth grade. They are matched with college-educated professionals who serve as mentors and they participate in a summer institute at Ohio Sti.te that includes academic enrichment, career exploration, study skills, and personal development workshops. A-15
